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This article shares a first-hand account of an action research project conducted in a 
college-level early adolescent development course to better understand written and 
verbal reflection as learning tools, improve the author's teaching effectiveness, and 
foster reflective habits in pre-service teachers. The article includes a brief overview 
of related literature and a description of several reflective activities and assignments 
used in the course before presenting and discussing the project's results based on 
Ferrance's (2000) 6-step action research process. 

ETE 227: Development of the Early Adolescent is an elective course offered 
at Bradley University, a private, comprehensive university located in the Midwest 
region of the United States. Because ETE 227 is required for the Illinois Middle 
School Endorsement, most Bradley teacher education majors take the course, often 
during their junior or senior year. Each fall and spring semester, ETE 227 is offered 
one evening a week from 4:30 to 7:00 p.m. A maximum of 30 students can enroll, 
and the class usually fills to capacity. During fall 2007, I was brand new to college 
teaching. As I struggled through teaching ETE 227 that first semester, I spent a 
great deal of time preparing and delivering PowerPoint lectures because I believed it 
was expected of me. However, I quickly discovered that 2.5 hours is a long time to 
actively engage students with teacher talk. I also learned that many college 
students do not complete their reading assignments prior to coming to class. So, in 
preparation for my second semester, I began adjusting my teaching approach. 

The ETE 227 learning journal constituted a major overhaul between the fall 
and spring semesters of my first teaching year at Bradley. Instead of weekly 
chapter quizzes, which I had tried in an attempt to motivate students to read the 
textbook, I asked students to write two 300-word reflections each week, one after 
reading the textbook chapter and the other following class. Three times that 
semester, pre-service teachers submitted their learning journals electronically via e- 
mail attachment. I read each one (seven or eight entries per submission) and 
responded via e-mail. In my responses, I offered feedback about each student's 
current level of reflection and commented on at least one aspect of the course 
content. Reading students' learning journals enabled me to see which aspects of 
the course content intrigued them and which aspects they did not appreciate or fully 
understand. Because most students shared openly, I also got to know them. But 
most important, they were reading and responding to the textbook more 
thoughtfully than students had during the previous semester. I was encouraged by 
the successful outcome I had achieved. Since implementing the ETE 227 learning 
journal in spring 2008, I have used it every semester. 

Although I did not realize it at the time, my decision to replace the weekly 
chapter quizzes with a learning journal initiated a scholarly teaching process that 
has continued for years. The purpose of this article is to share a first-hand account 
of that process, which began informally with a trial-and-error approach and was 
later formalized through the design and implementation of an action research 
project. Following a brief overview of related literature and a description of several 
reflective activities and assignments used in the course, I will present and discuss 
the project's results based on Ferrance's (2000) 6-step action research process. 

Overview of Related Literature 

Kolb's (1984) Experiential Learning Theory asserts that learning occurs 
during or following a concrete experience, when an individual engages in reflective 
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observation about the experience. This leads to abstract conceptualization or 
making sense of the experience; and finally, active experimentation that modifies or 
improves what was initially learned. In the college classroom, experience-based 
learning activities can "promote growth-producing experience for learners" (Kolb & 
Kolb, 2005, p. 205) by respecting their current levels of knowledge and offering a 
hospitable or safe learning environment. Importantly, experiential learning must 
include opportunities for learners to converse, act, and reflect on their learning, 
develop expertise, and engage emotionally (Kolb & Kolb, 2005). In this way, 
experiential learning transcends simple acquisition of information and skills because 
it is individualized and personal. Mezirow (2000) calls such learning processes 
transformational because each learner's experiences and subsequent reflection can 
result in thinking and behaving in new and different ways. 

Experiential learning is not limited to the P-20 classroom (i.e., primary, 
secondary, and post-secondary educational settings). Accumulated life experiences, 
paired with opportunities for reflection and dialogue, foster learning throughout 
adulthood (Rohlwing & Spelman, 2014). This may be particularly true for 
professionals. Research shows that effective teachers reflect on their teaching 
practice systematically, analytically, and critically (Danielson, 2007; Ostorga, 2006; 
Walkington, Christensen, & Kock, 2001). Schon (1983) identifies two types of 
reflection. "Reflection-in-action" (p. 68) involves thinking on one's feet as an 
experience is happening. Reflection-on-action involves thinking, talking, or writing 
about an experience after it occurs. Action research, the process of systematically 
and intentionally studying one's own teaching (Jacobs & Yendol-Hoppey, 2014), is 
an in-depth means of reflection-on-action that often requires critical reflection. 

Danielson (2007) writes, "It is through critical reflection that teachers are 
able to assess the effectiveness of their work and take steps to improve it" (p. 92). 
Critical reflection takes reflection-in-action and reflection-on-action to the next level 
by considering moral and ethical dilemmas (Mezirow, 1991) and/or examining 
underlying beliefs, values, and assumptions (Brookfield, 2000). For teachers, 
critical reflection focuses especially on the why of teaching (Walkington et al., 
2001). It is a means through which teachers can articulate their personal teaching 
philosophy and better understand how their beliefs influence their decisions 
(Ostorga, 2006). For example, in reflecting-on-action about why so much class 
time is devoted to small group discussion during a particular lesson, a teacher may 
articulate an underlying assumption that students need to talk things through in 
order to fully understand them. Although many theorists view critical reflection as a 
higher-order form of reflection, Zeichner (1994) argues that all forms of reflection 
are valid because reflection is a developmental process. 

Reflection is useful for teachers at all levels of experience, but it is 
particularly valuable for new teachers (Melville, Fazio, Bartley, & Jones, 2008; Rike 
& Sharp, 2008). However, because reflection is developmental, new teachers may 
not know how to engage in reflection effectively (Ostorga, 2006; Yost, Senter, 
Forlenza-Bailey, 2000). Zeichner (1994) asserts, "If prospective teachers are to 
become reflective about their practice in whatever sense one defines it, then they 
need to engage in activities during their pre-service preparation that fosters this 
reflectiveness" (p. 21). One approach to teaching reflection is allowing time for 
learners to make sense of new information by connecting it to their prior 
knowledge, making generalizations, and applying it in new or different situations 
(Jones & Jones, 2013; Lupinski, Jenkins, Beard, & Jones, 2012). Yost and 
colleagues (2000) explain: 

Opportunities to construct a personal knowledge of learning theories and 
discuss issues relating to diversity and social, political, and economic forces 
that impinge upon schools will provide preservice teachers with a firm 
knowledge base from which they can critically reflect on the practice of 
teaching, (p. 47) 
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Such a constructivist approach requires the professor to assume the role of 
facilitator, rather than expert; it also demands that learners be given ample time to 
explore, think, discuss, plan, revise, and share (Carter, 2008-2009; Vygotsky, 
1978). 

ETE 227 Reflective Activities and Assignments 

The process of learning how to reflect can be supported with structures 
such as writing prompts, guided questions, self-assessment tools, and other means 
such as teaching portfolios and samples of student work (Educational Testing 
Service, 2014; Hole & Hall McEntee, 1999). But even with support, pre-service 
teachers' ability to reflect can vary widely (Jansen & Spitzer, 2009). Therefore, in 
addition to the ETE 227 learning journal, I began to develop a variety of reflection- 
based assignments and activities to keep students engaged during class time and 
foster reflective habits. In addition to learning the course content, critical reflection 
was a desired outcome. In most cases, students had the opportunity to reflect 
during the activity or assignment itself as well as following, through the ETE 227 
learning journal. In this way, I was able to informally assess the effectiveness of 
each activity or assignment and make appropriate revisions. Following are brief 
descriptions of each reflection-based activity or assignment in its present form. 

Autobiographical display. Designed by a professor who taught ETE 227 
before I joined Bradley's Department of Teacher Education faculty, the 
autobiographical display assignment consists of a paper, a poster, and a class 
presentation focused on each student's life experiences between the ages of 11 and 
15. The paper includes reflections on key aspects such as family, friends, school 
experiences, and career aspirations during young adolescence; and the poster 
includes a photograph, self-description, quotations from family and friends, and 
information about favorite things during this developmental period. The posters are 
presented during class time. Pre-service teachers generally like this assignment. In 
addition to providing a foundation for the course and helping the class get to know 
one another, I am able to refer back to the examples and experiences that students 
shared as we move through ETE 227 chapter by chapter. 

Guest speakers. Guest speakers visit my ETE 227 classroom three times 
each semester, providing additional information about relevant topics such as 
homelessness, urban youth culture, and teen dating violence that are only briefly 
mentioned in the course textbook. Pre-service teachers appreciate the guest 
speakers because they provide first-hand information on unfamiliar topics. The 
guest speakers also allow me to stay current on these topics and maintain 
professional connections in the community. 

Roundtable discussions. The roundtable discussion assignment requires 
pairs of students to read and discuss an assigned article about young adolescent 
development or effective middle schooling before individually leading two, 12- 
minute roundtable discussions during class time. Students spend the first half of 
their time explaining their research article and the second half engaging their small 
group in discussion. Following the experience, students receive peer feedback and 
complete a written reflection. Many pre-service teachers recognize that the 
assignment builds professional skills that they will need in their future classrooms, 
faculty meetings, and professional conferences. 

Media stations. A class activity used in conjunction with a textbook 
chapter about early adolescents' use of technology and social media requires small 
groups of students to spend 15 minutes at four different media stations: television, 
music, technology, and print media. At each station, students view media through 
a specific lens, such as a parental or historical perspective, and complete a specific 
task, such as reaching consensus on five television programs most appropriate for 
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one's 13-year-old daughter. Students enjoy spending class time engaging with 
media, and the subsequent analysis and class discussion allows me to integrate 
various theories of media consumption and other key concepts—a disguised 
lecture—in ways that relate directly to students' experiences. 

Sex education debate. The sex education debate, another class activity 
used in conjunction with the textbook, explores four different approaches to sex 
education. After being randomly assigned to one of the four approaches, small 
groups are given 15 minutes to prepare. The debate consists of three rounds. The 
first round offers arguments in favor of each sex education approach, the second 
round presents arguments against the opposing approaches, and the third round 
allows for counterarguments and closing remarks. Following the sex education 
debate, I engage the class in discussion. Although most pre-service teachers report 
that their beliefs about sex education do not change as a result of this activity, 
many reflect in writing later about the value of closely and objectively examining 
the strengths and weaknesses of approaches they favor as well as those they 
dislike. 


Bern Sex Role Inventory. The Bern Sex Role Inventory (BSRI), a self- 
assessment of masculinity, femininity, and androgyny, was published by Sandra 
Bern in 1974. After reading a textbook chapter on gender socialization, I ask 
students to complete the inventory as a means of stimulating class discussion. Pre¬ 
service teachers are always very eager to complete the inventory, and many share 
their results openly as we discuss major concepts about gender socialization. 
However, many question the validity of the inventory when they learn that it was 
published forty years ago. 

Routine assignments and activities. Other ETE 227 assignments and 
activities, including chapter PowerPoint presentations, small group chapter 
discussions, and videos on classroom management, constitute more routine 
classroom practices. I have found that the key to keeping college students engaged 
for 2.5 hours is brisk pacing and variety (Hunzicker & Lukowiak, 2012). Although I 
use some traditional teaching methods, such as lecture, during almost every class 
meeting, I keep things moving, change up the sequence of activities often, and 
throw in a brand new activity—such as the sex education debate or media stations— 
when students least expect it. 

Scholarly Teaching through Action Research 

Action research "focuses on the concerns of teachers, rather than outside 
researchers, and provides a vehicle that teachers can use to untangle the 
complexities of their daily work" (Jacobs & Yendol-Hoppey, 2014, p. 304). An in- 
depth means of engaging in reflective practice, action research is based on three 
assumptions: (a) educators work best on problems they identify for themselves, (b) 
educators become more effective when they examine, assess, and modify their own 
teaching practice, and (c) educators help one another through collaboration and 
sharing (Borg, 1992; Watts, 1985). Teachers conduct action research to develop 
personally and professionally, improve and enhance student learning, and advance 
the teaching profession (Johnson, 1995). Developed for use in P-12 classrooms, 
action research is gaining acceptance as an approach to reflective practice in higher 
education, especially in the field of teacher education (Bossio, Loch, Schier, & 
Mazzolini, 2014; Chigeza & Halbert, 2014). 

Action research projects can be visionary and long-term, such as 
implementing a behavioral intervention and then tracking student office referrals for 
several weeks; or straightforward and simple, such as documenting one's 
movement around the classroom for an entire day. The idea is to gather 
meaningful data that can be reflected upon and used to inform teaching practice. 
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The action research process typically involves six steps: 1) identifying the problem 
and articulating research questions, 2) gathering data, 3) interpreting the data, 4) 
acting on the evidence, 5) evaluating the outcome(s) of changes made, and 6) 
identifying new questions (Ferrance, 2000). Organized according to these six steps, 
my ETE 227 action research project is reported in the sections that follow. 

Action Research Process 

Step one: Research problem and questions. The problem addressed 
through this action research project was the need to better understand written and 
verbal reflection as learning tools, improve my teaching effectiveness, and foster 
reflective habits in pre-service teachers. Written reflection was defined as a 
solitary, reflection-on-action process in which pre-service teachers explored 
concepts or events in writing. Verbal reflection was defined as a collaborative or 
interactive, reflection-in-action process during which pre-service teachers explored 
concepts or events through discussion. The project was guided by four research 
questions: (a) Which assignments and activities are most likely to engage pre¬ 
service teachers in thinking about the course content?; (b) How do pre-service 
teachers use written and verbal reflection as learning tools?; (c) How do pre-service 
teachers perceive the value of written and verbal reflection?; and (d) How likely are 
pre-service teachers to use written and verbal reflection in the future? 

Steps two and three: Data collection and analysis. After receiving 
approval from my university to conduct the project, data were collected over six 
semesters' time. In all, 172 undergraduate teacher education majors who 
completed ETE 227 between spring 2009 and fall 2011 were invited to participate. 
Of those invited, 82% were female and 18% were male students. In addition, 89% 
were White, non-Hispanic, 93% were traditional college age (i.e., aged 24 or 
younger), and 98% were college-level juniors or seniors. Of the 172 pre-service 
teachers, 84 chose to participate in the project, rendering a 49% response rate. 
Data were collected via an online survey administered using Survey Monkey 
(www.surveymonkey.com) immediately following the posting of final grades each 
semester. Descriptive statistics were calculated based on participating pre-service 
teachers' survey responses, and bar graphs were created using Microsoft Excel. 
Following are the project's results, paired with my interpretations in light of related 
research on student engagement and written and verbal reflection. 

Results and Discussion 
Most Engaging Assignments and Activities 

In completing the online survey, participating pre-service teachers were 
first asked to identify the class activities and assignments that were most effective 
in getting them to think about the ETE 227 course content (see Figure 1). Media 
stations were deemed the most engaging class activity, with 82% of respondents 
rating them as highly effective. Guest speakers came in second, at 76%. Tied for 
third place at 69% were roundtable discussions and the autobiographical display, 
with the sex education debate coming in a close fourth at 68%. Bringing up the 
rear were small group chapter discussions (64%), learning journals (56%), and 
chapter PowerPoint presentations (45%). Not shown in Figure 1, class activities and 
assignments deemed least engaging were the Bern Sex Role Inventory (BSRI) 
(33%) and course exams (27%). 
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Figure 1 How Effective Was Each of the Following in Getting You to Think 
About the ETE 227 Course Content? 



Figure 1. Participants' (A/ = 84) perceived effectiveness of ETE 227 class activities 
and assignments. 


Millennial, born "roughly between 1980 and 2000" (para. 1), are multi¬ 
taskers, well-connected through social media, and technology-savvy (Abbot, 2013). 
Therefore, it comes as no surprise that media stations were considered by the ETE 
227 pre-service teachers to be the most engaging class activity. Although media 
stations constituted one, stand-alone activity, it was novel, challenging, and highly 
interactive, which created an enjoyable and memorable learning experience 
(Dowson & Mclnerney, 2001). Although not high-tech, guest speakers, which rated 
second, brought in members of the community to discuss authentic educational 
issues and engaged students emotionally, factors also identified in similar studies as 
highly engaging (Hunzicker & Lukowiak, 2012; Kolb & Kolb, 2005). 

The roundtable discussions, autobiographical display, sex education 
debate, and small group chapter discussions, which all ranked near the middle, 
required pre-service teachers to explore their personal experiences, values, and 
prior knowledge in new and different ways. Although more routine than the media 
stations and guest speakers, these somewhat-engaging activities and assignments 
offer a comfortable balance of challenge and support by scaffolding complex tasks 
so that each student can work within his or her zone of proximal development 
(Vygotsky, 1978). In addition to a great deal of self-focus, research shows that 
such assignments and activities can create cognitive dissonance, which stimulates 
learning by motivating students to resolve discrepancies between their current 
thinking and new information (Rohlwing & Spelman, 2014). The ETE 227 learning 
journal, a commonly used tool for developing reflective practice (Dunlap, 2010; 
Lupinski, et al., 2012), also required self-exploration around the course content 
although most pre-service teachers preferred verbal reflection to the solitary nature 
of the learning journal. Finally, the Bern Sex Role Inventory (BSRI) and course 
exams were ranked least engaging by the ETE 227 pre-service teachers since many 
considered the BSRI invalid due to its age and very few college students enjoy 
taking exams. 

Written and Verbal Reflection as Learning Tools 

Reflection and thinking. The second survey question directed pre-service 
teachers to consider written and verbal reflection in relation to their thinking (see 
Figure 2). Sixty-five percent of respondents reported that written reflection 
prompted them to think about themselves as people, while only 48% said the same 
of verbal reflection. In addition, 56% reported that written reflection prompted 
them to think about themselves as learners, compared to 52% for verbal reflection. 
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Moreover, 79% of respondents reported that written reflection prompted them to 
think about themselves as future teachers, while only 67% reported that verbal 
reflection did so. 

Figure 2 Reflection Prompted Me to Think About 
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myself as a person, myself as a learner, myself as a future 

teacher. 
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■ Verbal 


Figure 2. Participants' responses to forms of self-reflection: "Reflection prompted 
me to think about..." 


In all three instances, written reflection was more effective than verbal 
reflection in prompting pre-service teachers to think about themselves. Other 
studies reinforce this finding. Dunlap (2010), for example, found that college 
students' perceptions of their work, learning, and achievements changed over time 
as a result of reflective journaling activities. However, it should be noted that 
verbal reflection was reported by two-thirds of respondents as a strong prompt in 
getting them to think about themselves as teachers. This may be due to the fact 
that discussion-based activities provide an opportunity for pre-service teachers to 
bounce ideas off one another as they discuss scenarios germane to their future 
classrooms (Kolb & Kolb, 2005; Rohlwing & Spelman, 2014). Research reiterates 
that engaging students collaboratively is more supportive of problem solving and 
higher order thinking than more traditional learning activities (Gavalcova, 2008), 
and Millennial as a group tend 
to prefer interactive, 
collaborative activities to 
solitary ones (Abbot, 2013; 

Carter, 2008-2009). 


Reflection and 

learning. The third survey 
question directed pre-service 
teachers to consider written 
and verbal reflection in 
relation to their learning (see 
Figure 3). Forty-three percent 
of respondents reported that 
written reflection helped them 
to expand their understanding 
of the ETE 227 course content, 
while 56% reported that it 
helped them to deepen their Figure 3. Comparing written and verbal reflection 
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that verbal reflection expanded their understanding of the course content while 60% 
reported that it deepened their understanding of the course content. 

These findings suggest that, when considered in isolation, written reflection 
is more likely to deepen understanding and verbal reflection is more likely to 
expand understanding. However, in comparing the two types of reflection, the 
majority of pre-service teachers reported that verbal reflection both deepened and 
expanded their understanding more so than written reflection. Kolb and Kolb 
(2005) explain, "Making space for good conversation as part of the educational 
process provides the opportunity for reflection on and meaning making about 
experiences that improve the effectiveness of experiential learning" (p. 208). This 
finding suggests that a balance of written and verbal reflection is optimal, an 
opinion that is reinforced by research (Lin & Lucey, 2010; Lupinski, et al., 2012) 
and reiterated by pre-service teachers through survey item 6, discussed later. 

Before and after reflection. The fourth survey question directed pre¬ 
service teachers to consider their thinking before and after reflecting during ETE 227 
(see Figure 4). Thirty-one percent of respondents reported that they thought about 
the course content before reflecting in writing, and 17% reported that they thought 
about it before reflecting verbally. In addition, 20% of respondents stated that they 
thought about things they wrote in the days that followed, while 36% said that they 
thought about things they discussed in class during the days that followed. 
Moreover, 18% of respondents reported sharing insights from their written 
reflections with others outside of class, while 36% of respondents reported sharing 
insights from class discussions with others outside of class. 

Figure 4 Before and After Reflection 



Figure 4. Participants' experiences before and after reflection. 


These findings suggest that pre-service teachers are more likely to think 
before they write than they are to think before they discuss. However, the pre¬ 
service teachers in this project reported that once they reflect in writing, they are 
more likely to forget about it. Reflecting verbally during class discussions, on the 
other hand, is about twice as likely to stay on pre-service teachers' minds and be 
shared with others during subsequent conversations. One reason for this may be 
Millennial' strong connections to their peers through social media (Abbot, 2013). 
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Perceived Value and Future Use of Reflection 


Perceived value of reflection. The fifth survey question was designed to 
measure pre-service teachers' perceived value of written and verbal reflection (see 
Figure 5). 

Twenty percent Figure 5 Perceived Value of Written and Verbal Reflection 

of respondents 
reported that 
they enjoyed 
reflecting in 
writing during 
ETE 227, 

compared to 
58% who 

reported that 
they enjoyed 
reflecting 
verbally during 
the course. 

Additionally, 

27% agreed 
that without 
reflecting in 

writing they would not have learned as much, while 57% agreed that if they had not 
reflected verbally during class time they would not have learned as much. 
Moreover, 49% of respondents reported that as a result of engaging in written 
reflection during ETE 227, they better understand its value as a learning tool; 56% 
reported that as a result of engaging in verbal reflection during ETE 227 they better 
understand its value as a learning tool. 

These findings show that the pre-service teachers who participated in this 
project enjoyed reflecting verbally almost three times more than they enjoyed 
reflecting in writing. Similarly, they credited verbal reflection as a learning support 
more than twice as often as they credited written reflection, reinforcing that 
learning is a social activity (Dowson & Mclnerney, 2001; Kolb & Kolb, 2005; 
Vygosky, 1978) and that Millennials generally prefer interactive, collaborative 
activities (Abbot, 2013; Carter 2008-2009). 
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Figure 5. Perceived value of written and verbal reflection. 


Figure 6 What is the Optimum Balance of Written 
and Verbal Reflection for Pre-Service Teachers? 
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Figure 6. Optimum balance of written and verbal reflection. 
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balance. The sixth 
survey question 
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the optimum balance 
of written and verbal 
reflection for pre¬ 
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felt that a balance of 50% written reflection and 50% verbal reflection was optimal. 
Nine percent of respondents did not provide an answer. 

Although more pre-service teachers perceived verbal reflection a more 
useful learning tool than written reflection, the majority identified a 50/50 balance 
of written and verbal reflection as optimum, suggesting that they understood the 
value of both types of reflection. Research supports a balanced approach to 
building pre-service teachers' reflective practice skills. One team of professors 
found that a balance of individual-based and group-based reflective activities helped 
pre-service teachers better understand themselves and their students around issues 
of cultural awareness (Lin & Lucey, 2010). In another study, a College of Education 
seeking to integrate more reflective practice activities into its teacher education 
programs identified interviews, reflective journaling, lesson plans, instructional 
tools, videotaped lessons, professional portfolios, skill mastery projects, 
simulations/role playing, and action research as means through which pre-service 
teachers can practice verbal and written reflection (Lupinski et al., 2012). 

Future use of reflection. The seventh and final survey question directed 
pre-service teachers to predict how they will use written and verbal reflection as 
learning tools once they enter the teaching profession (see Figure 7). Fifty-six 
percent of respondents predicted that they would use written reflection to engage 
students in their future classrooms, and the same percentage predicted that they 
would use written reflection as a means of self-directed professional development. 
Conversely, 82% of respondents predicted that they would use verbal reflection to 
engage students in their future classrooms, and 75% anticipated that they would 
use verbal reflection as a means of self-directed professional development. 

Figure 7 As a Teacher, I Will Use Reflection as a Learning Tool 



Figure 7. Future use of written and verbal reflection: "As a teacher, I will use 
reflection as a learning tool..." 


Pre-service teachers' predictions about their future use of reflection are 
consistent with their general preference toward interactive, collaborative activities. 
A higher percentage of respondents predicted that they will use verbal reflection in 
their future classrooms, but most believed they will also use written reflection. 
Unfortunately, few studies on building pre-service teachers' reflective practice skills 
have followed through to the first years of teaching. This reveals a gap in the 
literature, which signals an opportunity for further research. 
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Follow Through 


Steps Four and Five: Acting on the Evidence and Evaluating the Outcomes 

When using action research, or any method of scholarly teaching, it is not 
enough to simply answer the research questions. An important last step is applying 
the information in ways that benefit students (Borg, 1992; Brookfield, 2000; Jacobs 
& Yendol-Hoppey, 2014). Because the data for this project were collected over six 
semesters' time, I was able to engage in continuous and ongoing data analysis by 
observing pre-service teachers' responses to each ETE 227 activity and assignment 

as it occurred in addition to reviewing 
participants' collective survey responses each 
semester, and overall once data collection was 
complete. Through these observations, I 
frequently made adjustments to the course's 
reflection-based activities and assignments, 
including clearer parameters, directions, and 
assessment criteria; more direct instruction as a precursor to class activities; and 
allowing more (or less) class time for some activities. I also learned to prepare 
better questions and prompts to guide learners progressively toward higher levels of 
thinking during class discussions (Kellough & Kellough, 2008) and ensure that 
written reflections showed evidence of critical reflection. Additionally, I improved 
the quality and frequency of the feedback I provided in response to students' 
learning journal submissions. Using a dialogue journal approach, defined by 
Tompkins (2008) as a back-and-forth written conversation between teacher and 
student, I learned to provide tangible, actionable, and timely feedback (Wiggins, 
2012) for each student three times each semester. 

Limitations. Even though the project supported data-driven 
improvements to the course over several semesters' time, it is important to 
acknowledge its limitations. For example, terms such as "written reflection" and 
"verbal reflection" may have been misinterpreted by the survey respondents since I 
did not clearly define these terms in the survey. Student perceptions self-reported 
following the semester may not have accurately represented their experiences 
during the course (Fowler, 2013), and researcher bias may have caused me to hear 
what I wanted to hear when interpreting students' learning journals and survey 
responses (Grbich, 2006). However, in the final analysis I believe that the positive 
outcomes of the project outweigh the limitations. 

Step Six: Identifying New Questions 


When using action research, 
or any method of scholarly 
teaching, it is not enough to 
simply answer the research 
questions. 


Through this project, I learned that media stations, guest speakers, 
roundtable discussions, and the autobiographical display are the most engaging ETE 
227 assignments and activities. I learned that both written and verbal reflection 
prompted participating pre-service teachers to think 
about themselves from various perspectives, and that 
verbal reflection deepened and expanded their 
understanding more so than written reflection. I learned 
that the pre-service teachers who participated in this 
project were more likely to think before they wrote than 
they were to think before they discussed, but verbal 
reflections were more likely to stay on their minds and be shared with others later. 
And finally, I learned that those who participated in this project considered a 50/50 
balance of written and verbal reflection optimum, and that most planned to use 
both types of reflection in their future classrooms. 

Now that ETE 227 is running smoothly, I wonder where my former 
students are teaching, and whether they are using verbal and written reflection as 
learning tools in their own classrooms. I also wonder if the reflection activities in 


... verbal reflections 
were more likely to 
stay on their minds 
and be shared with 
others later. 
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which they engaged during ETE 227 caused them to learn more about young 
adolescent development than a traditional teaching approach would have rendered. 
Specifically, I would like to know more about the reasoning and sentiment behind 
my students' survey responses. Possible directions for continued action research 
include a content analysis of pre-service teachers' learning journals and interviews 
with individual students. 

Conclusion 

This article shares a first-hand account of an action research project 
designed to better understand written and verbal reflection as learning tools, 
improve teaching effectiveness, and foster reflective habits in pre-service teachers. 
It is my hope that this narrative offers inspiration and instruction for others wishing 
to engage in scholarly teaching through action research. 

References 


Abbot, L. (2013, December 4). 8 

Millennial' traits you should know about 
before you hire them. [Web log 
message]. Retrieved from 

http://talent.linkedin.com/blog/index.ph 
p/2013/12/8-millennials-traits-you- 
should-know-about-before-you-hire- 
them 

Bern S. L. (1974). The measure of 
psychological androgyny. 

Journal of Consulting and Clinical 
Psychology, 42(2), 155-162. 

Borg, W. R. (1992). Applying 
educational research: A practical guide 
for teachers (3rd ed.). New York, NY: 
Longman. 

Bossio, D., Loch, B., Schier, M., & 
Mazzolini, A. (2014). A roadmap for 
forming successful interdisciplinary 
education research collaborations: A 
reflective approach. Higher Education 
Research and Development, 33(2), 198- 
211 . 

doi: 10.1080/07294360.2013.832167 

Brookfield, S. (2000). Transformative 
learning as ideology critique. In J. 
Mezirow & Associates (Eds.), Learning as 
transformation: Critical perspectives on 
a theory in progress (pp. 125-148). San 
Francisco, CA: Jossey-Bass. 


Carter, T. L. (2008-2009). Millennial 
expectations, constructivist theory, and 
changes in a teacher preparation course. 
SRATE Journal, 18(1), 25-31. Retrieved 
from http://apbrwww5.apsu.edu/SRATE/ 

Chigeza, P., & Halbert, K. (2014). 
Navigating e-learning and blended 
learning for pre-service teachers: 
Redesigning for engagement, access and 
efficiency. Australian Journal of Teacher 
Education, 39(11), 133-146. 
doi: 10.14221/ajte.2014v39nll.8 

Danielson, C. (2007). Enhancing 
professional practice: A framework for 
teaching (2nd ed.). Alexandria, VA: 
Association for Supervision and 
Curriculum Development. 

Dowson, M., & Mclnerney, D. M. (2001). 
Psychological parameters of students' 
social and work avoidance goals: A 
qualitative investigation. Journal of 
Educational Psychology, 93, 35-42. 
doi: 10.1037/0022-0663.93.1.35 

Dunlap, J. C. (2010). Using guided 
reflective journaling activities to capture 
students' changing perceptions. Tech 
Trends, 50(6), 20-26. 
doi: 10.1007/sll528-006-7614-x 

Educational Testing Service. (2014, 
August). The Praxis Performance 
Assessment for Teachers (PPAT) 
reflective practice handbook (version 
1.1). Washington, DC.: Author. 


26 


Volume 11 • 2016 



Ferrance, E. (2000). Action research. 
Themes in education. Retrieved from 
https://www.brown.edu/academics/ 
education- 

alliance/sites/brown.edu.academics.educ 

ation- 

alliance/files/publications/act_research.p 
dfFowler, F. J. (2013). Survey research 
methods (5th ed.). Thousand Oaks, CA: 
Sage. 

Gavalcova, T. (2008). On strategies 
contributing to active learning. Teaching 
Mathematics and its Applications, 27(3), 
116-122. doi: 10.1093/teamat/hrn013 

Grbich, C. (2006, September 21). 
General approaches to designing and 
analyzing data. Retrieved from 
http://www.sagepub.com/upm- 
data/12704_0 2_Grbich_Ch_02.pdf 

Hole, S., & Hall McEntee, G. (1999). 
Reflection is at the heart of practice. 
Educational Leadership, 56(8), 34-37. 
Retrieved from 

http://www.ascd.org/publications/educa 
tional-leadership.aspx 

Hunzicker, J., & Lukowiak, T. (2012). 
Effective teaching and student 
engagement in the college 

classroom: Using the Instructional 

Practices Inventory (IPI) as a tool for 
peer observation and self-reflection. 
Journal on Excellence in College 
Teaching, 23(1), 99-132. Retrieved from 
http://www.celt.muohio.edu/ject/ 

Jacobs, J., & Yendol-Hoppey, D. (2014). 
Using action research to target and 
generate professional learning. In L. E. 
Martin, S. Kragler, D. J. Quatroche, & K. 
L. Bauserman (Eds.), Handbook of 
professional development in education: 
Successful models and practices (pp. 
304-318). New York, NY: The Guilford 
Press. 

Jansen, A., & Spitzer, S. M. (2009). 
Prospective middle school mathematics 
teachers' reflective thinking skills: 
Descriptions of their students' thinking 
and interpretations of their teaching. 
Journal of Math Teacher Education, 12, 
133-151. 

doi: 10.1007/sl0857-009-9099-y 


Johnson, B. M. (1995, Fall). Why 
conduct action research? Teaching and 
Change, 3(1), 90-104. Retrieved from 
ERIC database. (EJ520875) 

Jones, J. L., & Jones, K. A. (2013). 
Teaching reflective practice: 

Implementation in the teacher-education 
setting. Teacher Educator, 48(1), 73-85. 
doi: 10.1080/08878730.2012.740153 

Kellough, R. D., & Kellough, N. G. 
(2008). Thinking and questioning: Skills 
for meaningful learning. In R. D. 
Kellough & N. G. Kellough (Eds.), 
Teaching young adolescents: Methods 
and resources for middle grades 
teaching (5th ed., pp. 81-108). Upper 
Saddle River, NJ: Pearson Education, 
Inc. 

Kolb, D. (1984). Experiential learning. 
Englewood Cliffs, NJ: Prentice-Hall. 

Kolb, A., & Kolb, D. A. (2005). Learning 
styles and learning spaces: Enhancing 
experiential learning in higher education. 
Academy of Management Learning and 
Education, 4(2), 193-212. 
doi: 10.5465/AMLE.2005.17268566 

Lin, M., & Lucey, T. A. (2010). Individual 
and group reflection strategies: What we 
learned from preservice teachers. 
Multicultural Education, 18(1), 51-54. 
Retrieved from ERIC database. 
(EJ916847) 

Lupinski, K., Jenkins, P., Beard, A., & 
Jones, L. (2012). Reflective practice in 
teacher education programs at HBCU. 
The Journal of Educational Foundations, 
26(3-4), 81-92. Retrieved from 

www.stockton.edu/edfoundations 

Melville, W., Fazio, X., Bartley, A., & 
Jones, D. (2008). Experience and 
reflection: Preservice science teachers' 
capacity for teaching inquiry. Journal of 
Science Teacher Education, 19, 477- 
494. doi: 10.1007/sl0972-008-9104-9 

Mezirow, J. (1991). Transformative 
dimensions of adult learning. San 
Francisco, CA: Jossey-Bass. 


InSight: A Journal of Scholarly Teaching 


27 



Mezirow, J. (2000). Learning to think 
like an adult: Core concepts of 
transformation theory. In J. Mezirow & 
Associates (Eds.). Learning as 
transformation: Critical perspectives on 
a theory in progress (pp. 3-33). San 
Francisco, CA: Jossey-Bass. 

Ostorga, A. N. (2006). Developing 
teachers who are reflective 
practitioners: A complex process. Issues 
in Teacher Education, 15(2), 5-20. 

Retrieved from 

http://wwwl.chapman.edu/ITE/ 

Rike, C., & Sharp, L. (2008). Assessing 
preservice teachers' dispositions: A 
critical dimension of professional 
preparation, Childhood Education, 84(3), 
150-153. 

doi: 10.1080/00094056.2008.10522994 

Rohlwing, R. L., & Spelman, M. (2014). 
Characteristics of adult learning: 
Implications for the design and 
implementation of professional 
development programs. In L. E. Martin, 
S. Kragler, D. J. Quatroche, & K. L. 
Bauserman (Eds.), Handbook of 
professional development in education: 
Successful models and practices (pp. 
231-245). New York, NY: The Guilford 
Press. 

Schon, D. A. (1983). The reflective 
practitioner. New York, NY: Basic Books. 

Tompkins, G. (2008). Teaching writing: 
Balancing process and product (5th ed.). 
Upper Saddle River, NJ: Pearson, 
Merrill/Prentice-Hall. 


Vygotsky, L. S. (1978). Mind in society: 
The development of higher psychological 
processes. Boston, MA: Harvard 

University Press. 

Walkington, J., Christensen, H., & Kock, 
H. (2001). Developing critical reflection 
as a part of teaching training and 
teaching practice. European Journal of 
Engineering Education, 26(4), 343-350. 
doi: 10.1080/03433790110068242 

Watts, H. (1985). When teachers are 
researchers, teaching improves. Journal 
of Staff Development, 6(2), 118-127. 
Retrieved from 

http://learningforward.Org/publications/j 
sd 

Wiggins, G. (2012). 7 keys to effective 
feedback. Educational Leadership, 

70(1), 11-16. Retrieved from 

http://www.ascd.org/publications/educa 
tional-leadership.aspx 

Yost, D. S., Senter, S. M., & Forlenza- 
Bailey, A. (2000). An examination of the 
construct of critical reflection: 
Implications for teacher education 
programming in the 21 st century. 
Journal of Teacher Education, 51(1), 39- 
49. doi: 10.1177/002248710005100105 

Zeichner, K. M. (1994). Research on 
teacher thinking and different views of 
reflective practice in teaching and 
teacher education. In I. Carlgren, G., 
Handal, & S. Vaage (Eds.), Teachers' 
minds and actions: Research on 
teachers' thinking and practice (pp. 9- 
28). Bristol, PA: The Falmer Press. 


Dr. Jana Hunzicker is an associate professor in the Department of Teacher 
Education at Bradley University in Peoria, Illinois where she teaches courses in 
young adolescent development, middle school instruction, language arts methods, 
and teacher leadership. Dr. Hunzicker also serves as executive director for 
Bradley's Center for Teaching Excellence and Learning (CTEL) and coordinates the 
Bradley Professional Development Schools (PDS) Partnership for her college. Her 
research interests include effective teaching practices, teacher learning, professional 
development, professional development schools, and teacher leadership. Dr. 
Hunzicker can be reached at jhunzicker@bradley.edu. 


28 


Volume 11 • 2016 



